Academic success depends heavily on students' ability to acquire information, but expository texts are difficult to process and comprehend, particularly for students with language difficulties. Support can be provided through instructional discourse, the interactive adult-student conversations that scaffold comprehension and content learning. This article suggests ways in which teachers and speech-language pathologists (SLPs) can collaborate in using instructional discourse to guide students in the processes of attending to text, relating implied to stated information, connecting text content to background knowledge, and applying text content to students' own experiences. SLPs and teachers can promote comprehension within discourse as they modify text demands and apply strategies pertaining to questioning, responding, commenting, and extending discussions. This article reviews the literature in the area of instructional discourse and illustrates strategies that can be implemented to facilitate students' ability to participate in class discussions and process expository texts.
I
NSTRUCTION AND SUPPORT can be provided through instructional discourse, consisting of interactive teacher-student conversations during the processes of reading and discussion. When connected with cognitive strategies, conversation can build comprehension (Ketch, 2005) . Simply put, "talking things through" strategically can guide students in the complicated processes of at-tending to text, bridging the gaps in it, and even applying it to their lives and experiences. Teachers, speech-language pathologists (SLPs), and other classroom participants who work with early-grade students must remember that there is more to literacy than merely decoding words and sentences (Silliman & Wilkinson, 1994; Wallach & Butler, 1994) . They can promote comprehension and teach comprehension skills by analyzing text demands and applying strategies of questioning, responding, commenting, and extending their discussions with large or small groups of children.
This article explains and illustrates how instructional discourse strategies can be implemented by teachers and SLPs to ensure that all students are able to participate in class discussions and experience processes necessary for comprehension. The book Harriet Tubman A Woman of Courage (Skelton, 2005) will be used to apply and illustrate this content. This biography is written in a Talking Things Through   309 simple, straightforward style, intended for children 7-9 years of age. As a child-friendly biography, it includes narrative as well as expository discourse features. Because the setting is the period of Tubman's life , context and events are remote to the experience of second-through fourth-grade children; thus historical context is furnished in side bar passages discussing the practice of slavery and the Underground Railroad. This expository content provides an opportunity for purposeful use of instructional discourse to help students comprehend and personalize expository materials.
APPLICATION OF INSTRUCTIONAL DISCOURSE TO EXPOSITORY TEXTS
Through instructional discourse, high-level nonreciprocal texts, written or oral, can be processed and understood by turning a demanding, formal written text into a more personal, simpler informal version (Blank, 2002) . The goal is to modify the demands of the text and permit students to process it in depth in order to strengthen their comprehension.
Block, Parris, Reed, Whiteley, and Cleveland (2009) evaluated the effectiveness of a transactional instructional approach in which readers first interpreted texts in light of their personal experiences and prior knowledge and then engaged in further discussion to relive, savor, and make connections to text ideas. In this approach, the discussion leader (generally the classroom teacher or SLP) engages students in turn-taking conversation about the chosen topic that promotes elaboration of content and connection of ideas to each other, to prior knowledge, and to the organization of the text. The adult stimulates and directs the conversation and gives explicit explanations that allow joint interpretation of text and deeper understanding of the cognitive processes involved in comprehension.
In the study by Block et al. (2009) , the teacher engaged students who had just read a text in a conversation about the information in the theme and ways it tied to their own lives, asking such questions as "What did you learn that furthered your understanding of the theme?" and "What did you read that enabled you to learn more about or increase your curiosity about the topic?" When compared to five other approaches to learning from texts, the transactional approach, with only 20 minutes of extra instruction per day, produced the highest summary and retention scores. Although used mostly with narrative texts, the transactional approach can be applied to support expository text comprehension as well.
The Center for Research on Education, Diversity, and Excellence (2002) explained the significance of instructional conversation as follows:
The concept [of instructional conversation] may appear to be a paradox; instruction implies authority and planning, while conversation implies equality and responsiveness. But the instructional conversation is based on assumptions that are fundamentally different from those of traditional lessons. Teachers who use it, like parents in natural teaching, assume that the student has something to say beyond the known answers in the head of the adult. The adult listens carefully, makes guesses about the intended meaning, and adjusts responses to assist the student's efforts-in other words, engages in conversation. (n.p.) Formal written texts such as Harriet Tubman A Woman of Courage would be difficult for many students to comprehend if merely read. Deeper meanings can become accessible, however, as a teacher assists students' efforts in a reciprocal supportive exchange (see Blank, 2002) .
For example, during a conversation, the discussion leader can introduce the children to the lifestyle of slaves like Harriet. An effective leader mingles instruction (presentation) with opportunities for children to relate to ideas and become personally involved with the topic (exploration) (Barnes, 2008) . Such an introduction might begin with presentation something like this:
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people didn't understand how important it is that all people should be equal. They brought people from Africa to the United States and sold them to be slaves. Slaves had to work for people who bought them, who were called masters, and sometimes the slaves were treated very badly. When she was a child, Harriet was a slave. She grew up to be a hero who devoted her life to helping her people become free.
Harriet was born in the United States, but her parents had been brought here from Africa. When she was only five years old, Harriet had to babysit children all day long every day. She never got to choose what she wanted to do. When the children were naughty, the master would beat Harriet. By the time she was six, she had to weave cloth as well.
Proceeding into the exploration, the adult allows the children to express ideas, scaffolds the participation, and extends knowledge. To initiate conversation, the adult might ask how the children would feel if they had to tend younger brothers and sisters all day every day. Texts that are remote or impersonal can be adjusted appropriately through instructional discourse (Blank, 2002; Scott, 1994) . The adult would want the children to relate to the work, but at the same time to understand the extreme differences in Harriet's situation. In such exchanges, the adult and students jointly coconstruct meaning through talk (Britton, 1993; Cazden, 1986; Wells, 1986) .
Talking helps students to connect with ideas, understand them at a deep level, and create mental representations of texts (Athanases, 1989) . Information is shared, ideas are developed, concepts are elaborated, and important ideas are connected. Hodgkinson and Mercer (2008) consider classroom talk "the most important educational tool for guiding the development of understanding and jointly constructing knowledge" (p. 11). The conversation supports perspective taking. As the children share their experiences and ideas, they are given access to information that sheds light on assumptions about what the listeners need to know to fully understand the text (Silliman & Wilkinson, 1994) . The SLP or teacher can use instructional discourse to apply students' experiences to the slavery context, elaborate and reteach the nature of the slave child's life, and draw the contrast explicitly. In this way "learning is a dynamic, interpersonal process, in which the educator constantly assesses the child's level of understanding in order to decide how best to provide responsive linguistic output" (Weitzman, Girolametto, & Greenberg, 2006, p. 129 ).
STRATEGIES FOR ORCHESTRATING DISCUSSIONS
As Barnes (2008) asserted, "Learning is never truly passive" (p. 2). Barnes explained that teachers encourage students to talk as a way of "trying out new ways of thinking and understanding some aspect of the world:. . . to see how far a new idea will take [them]" (p. 4). The adult must scaffold the exchange so that processing texts and sharing ideas can come smoothly and naturally (Canterford, 1991; Cazden, 1988; Feuerstein, Rand, & Hoffman, 1979; Silliman & Wilkinson, 1994) , particularly for students with language disabilities or delays. In the context of working with students who have language disabilities, Silliman and Wilkinson (p. 27) cited Cazden's definition of scaffolding as "the guidance an adult or peer provides through verbal communication as a way of doing for the student what the student cannot do without assistance." In this section, we offer strategies for scaffolding comprehension within instructional discourse. Barnes (2008) designated "exploratory talk" as the discourse in which students try out ideas, sort their thinking, and make sense of what they are learning. He noted that student comments will (and should) be disjointed and sometimes hesitant. As in the discussion on slavery, there should be give and take exchanges; however, the adult's role is to keep the discussion focused. Although it is important for children to contribute and explore ideas, the adult keeps the Copyright © 2010 Lippincott Williams & Wilkins. Unauthorized reproduction of this article is prohibited.
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focus on the theme, interpretation of text, and ways the theme can be applied to children's own lives. The adult's turns will often be longer than the students', because the teacher may need to move into a presentational model to convey lesson information and to embellish and connect ideas. Mercer and Dawes (2008) reported that most teacherstudent talks they have observed through their extensive research are "asymmetrical" (p. 56). Skilled teachers keep children participating in reciprocal interactions by such strategies as creating an emotional appeal for the content, involving students, acknowledging and elaborating student contributions, asking varied questions, and making relevant comments.
Create emotional appeal
Exploratory talk is not necessarily easy to achieve (Pierce & Giles, 2008) . The effectiveness of instructional discourse is enhanced when students become emotionally connected to the content (Sommers, 1981) . Motivation to participate in a discussion can come from provocative, high-interest, emotion-laden content (Blank, 2002) .
Relating the topic to an experience or information that will engage students' attention is likely to increase their willingness to explore the content. When the discussion leader connects the content to something that has emotional appeal, it is possible to build a framework within which children can be led towards interest and understanding (Blank, Marquis, & Kilmovitch, 1994 Blank & White, 1992) . Children thus can experience personal impact from the text. For instance, in the example discussion on slavery the teacher creates an emotional reaction by helping them to see how difficult and unfair Harriet's experience was, compared with their own, allowing them to verbalize connections and reactions. In relating text content to children's prior knowledge and experiences, the discussion leader must be sensitive to different ways children from various cultural backgrounds may view the same content.
Children need opportunities to understand that abstract concepts such as the importance of freedom and choice can be related to their own lives and experiences (Center for Research on Education, Diversity, & Excellence, 2002 ). In the sample discussion, the teacher brings feelings about fairness to the surface and relates the topic to common experiences; thus children are willing to talk about what they know and describe how they feel. For children with language difficulties, prior knowledge may be primed prior to the discussion and retrieval of information can be supported within the discussion (Westby, 1997) .
Links between text content and students' feelings can be referred to throughout the discussion. Feelings can be written down, reflected back, or elaborated with follow-up comments or questions. Repetition and redundancy are particularly important when students with attention or language deficits are involved. For example, while discussing later events in the life of Harriet Tubman, the discussion leader could refer back to feelings of sadness or anger the students expressed while discussing Harriet's childhood. If the SLP works later with a small group, she might find a way to refer to personal experiences and comments of children in the group, checking for comprehension by listening to what they said during the large group discussion.
Acknowledge and elaborate students' contributions
The extent to which a teacher or SLP can maintain a high level of student participation and keep the exchange reciprocal depends on acknowledging and elaborating student contributions. Treating students' contributions with respect will support their engagement. Supportive reactions include accepting what the student says in nonverbal as well as verbal ways and expanding students' contributions (Merritt, Barton, & Culatta, 1998; Westby, 1997) . In describing the role of teacher or peer response, Ketch (2005) commented, "Feedback from conversation helps [a child] form a new idea or support or reject an original idea. . .. The conversation and thinking become more complex as the discussion continues because of the different viewpoints of others" (p. 10).
Relevant or appropriate contributions can be acknowledged with positive body language which signals to the children that the adult hears and approves what the student said. For example, a thoughtful nod expresses attention to the student's contribution without stretching the point or interrupting momentum that might be building. Nonverbal signals include facial expressions, gestures, eye contact, and physical stance directed toward the speaker. An informal, respectful tone of voice can also signal acceptance of the contribution (Rosenfeld, Hardy, Crace, & Wilder, 1990) . When children realize that their opinions are valid, they become more active discussion participants (Westby, 1997) .
Many students with LI do not respond accurately to facial expressions and prosody (Spackman, Fujiki, Brinton, Nelson, & Allen, 2005) , so SLPs and other instructors should use verbal as well as nonverbal ways to show students that their contributions are important. Sincere acknowledgements (e.g., "I agree with that," "Interesting idea," "Thanks for sharing that thought") will result in more productive discourse than evaluations (e.g., "That's good" or "That's right"). Discussion leaders can acknowledge the contribution by writing student comments on the board and reiterating important points. When a student's language use is inaccurate, the leader can recognize the affect being expressed and reflect back the students' feelings about the content (Bretherton, Fritz, Zahn-Waxler, & Ridgeway, 1986) .
Probably the most important way to acknowledge a student's contribution is to elaborate on its content. Sustaining a conversation depends on the ability of leader to build on what students say. Hardman (2008) called attention to a strategy called uptake (Nystrand et al., 1997) , by which teachers could incorporate students' comments into additional questions, thereby both validating the student's response and allowing it to affect the direction of the conversation. Focus on students' relevant contributions thus can stimulate further discussion and deepen understanding of the subject matter (Staton, 1988) .
When students with language challenges misunderstand discussion content and make irrelevant contributions, an SLP may be able to deftly ask questions or make statements to provide a bridge to relevancy-or at least bring the discourse back to the topic. By urging further comments from the students, asking them to expand or clarify what they have said, the SLP also can guide and encourage them toward using more complete and complex expressions-going beyond the brief phrases to which many limit themselves (Westby & Roman, 1995) .
When the discussion of Harriet Tubman has progressed to the point that Harriet and her brothers are running into the woods to go north and escape from slavery, the teacher or SLP leading the instruction might present information and guide the discourse by commenting on the very difficult and dangerous trip north and helping the children understand what the experience would be like.
The slaves knew there would be times they would be hungry, cold, uncomfortable, and very frightened. If they were caught, they would be beaten, and they might be killed. Two of Harriet's brothers started out with her, but they got scared and turned back. Harriet was scared too. Should she try to escape alone? She didn't know how to get to the north where everyone could be free.
The discussion leader could ask children to tell about times when they were lost, when they were all alone, or when they were frightened. The adult might relate children's responses to what Harriet experienced and provide information about the Underground Railroad, saying something like this:
Harriet felt like you did. She was scared. She was hungry and didn't know where to find food. But she knew that some of the people who lived along the way north were helping the slaves escape. These people called themselves the Underground Railroad. Harriet could trust them-just like you can trust your parents or teachers when you need help. Harriet was in places she had never been before, and she had to depend on other people to help her.
As the children talk about their feelings when they were lost or frightened, the teacher or SLP uses instructional discourse to relate their experiences to Harriet's feelings when she was alone in the woods. Getting lost is a fairly concrete experience; therefore, the discussion leader can present the question to children with language difficulties to invite them in. She asks questions to draw out information that can be applied more specifically to the targeted text.
Arrange for student participation
In addition to accepting and elaborating student contributions, the teacher or SLP needs to create an environment that permits all students to be involved (Athanases, 1989) . Group discussions should include strategies that help all students feel validated so they are willing to make contributions (Barton, 1991; Villaume, Worden, Williams, Hopkins, & Rosenblatt, 1994) . All children need opportunities to participate in this interaction-not merely observe it.
Arrange for students to think together
A discussion leader can draw on strategies that permit all students, even those with language difficulties, to feel comfortable and be willing to participate. Opportunities to think together with a partner and then share responses with the larger group were observed as being effective in early-grade classrooms (Mercer & Dawes, 2008) . The SLP might arrange for the students to work in pairs to brainstorm things that could seem threatening to those who are alone or lost. The response would reflect their collaborative effort, and students with language deficits could make relevant contributions.
Encourage students to respond to each other
The teacher or SLP may also increase participation by arranging for student-student exchanges within the whole group discussion. Having classmates share ideas with each other leads to greater levels of student involvement with the text or content (Barton, 1991; Green, Weade, & Graham, 1988) . Leaders can specifically invite students to respond to each other's contributions: For example, "Who else has something to add?" Pausing after a student speaks will give children opportunities to elaborate on their own or other students' ideas (Barton, 1991) .
Provide alternative forms of response
Another way to reduce pressure in participation is to permit students to respond in ways other than talking: raising hands, holding up signs, standing up, using electronic clickers, etc. In a small group discussion, an SLP may support students with major language problems by choosing for them questions that are well within their capacity to answer or by cueing or priming a response (Westby, 1997) . Sheng and McGregor (2010) found in their studies of word association tasks with children with specific LI that these students have difficulty with semantic associations and depth of semantic storage. The SLP may need to provide cues or supports to assist these students with making semantic associations and recalling information stored through language. Providing semantic cues, using initial sound prompts, scaffolding responses, giving choices of words or ideas, drawing attention to contextual supports, and reminding students of some aspects of the information are ways to support retrieval. In addition, asking a variety of questions can guide retrieval of information and allow students with and without language deficits to make contributions to the group.
Provide needed cues and supports
TECHNIQUES FOR ASKING QUESTIONS
Teachers and SLPs can increase the learning of their students by asking questions that encourage children to expand or clarify their
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thinking or connect what they are learning to their prior experiences (Hardman, 2008) . Different kinds of questions serve different purposes in a discussion. Some focus more on students' prior experiences, whereas others focus on the information in the text; still others focus on applying content in a text to relevant background knowledge or current situations. Asking a range of questions supports student thinking more than relying on only a few question types (Blank, 2002; Blank & White, 1992) . The teacher or SLP should have a reason for asking particular types of questions (Merritt et al., 1998) .
Educators often refer to "higher-order thinking"; Hardman (2008) used the phrase "higher-order questioning techniques" to designate questions designed to elicit "reflection, self-examination and inquiry" and to encourage students to "speculate, hypothesize, reason, evaluate, and consider a range of possible answers" (p. 135). After a 7-year study of teachers attempting to move their teaching interaction from monologic to dialogic, Wells and Ball (2008) reported that the single most influential factor was the use of questions with several possible answers and the response pattern of encouraging students to build on each other's ideas.
Life knowledge questions
Life knowledge questions ask students to share or relate some aspect of their personal lives-something they have experienced, observed, or felt. Life knowledge questions work well for starting discussions and preparing students to apply information in a text to current events and issues or to other historical situations. For example, in the sample discussion openers for the book on Harriet Tubman, the teacher asks the children to talk about their experiences in caring for younger children and later their feelings about being lost or frightened.
SLPs may use life knowledge to keep engagement of students who have attention or language deficits: For example, if the SLP sees a child's attention wandering she might draw attention back to the Harriet Tubman discussion by asking, "Tell us about a time you had to do something you didn't want to do." Though the child may not have the language skills to express complex reasoning, going through even simple recall-association processes takes him through some of the steps that lead him toward the reflective selfexamination encouraged by Hardman (2008) . Westby and Roman (1995) coached SLPs to limit their use of "known-answer" questions and to avoid judging whether students' answers are "right or wrong." They stressed the importance of bringing students' contributions into the context of the discussion and incorporating them-encouraging other students to build on them as well.
Academic knowledge questions
Academic knowledge questions encourage students to reflect on and share what they already know about a discussion subject. Teachers ask academic knowledge questions to permit children to connect text content to existing knowledge and to bring out and share relevant background information.
Factual, literal questions
Factual or literal questions require students to identify information clearly stated in texts rather than expanding or integrating ideas. Literal questions are presented early in a discussion to review basic information: For example, "Let's remember what happened when. . . " or "Let's review what the book said about. . .." Literal questions lay a groundwork on which students can build inferences or make predictions based on accurate information-leading to application of new text information to their schema of previously acquired knowledge. In his book on questioning, Burke (2010) cautioned that in addition to being verifiable (from prior reading or discussion), literal questions should focus on the basic questions what, when, who, where, and how.
When preparing to discuss Harriet Tubman's decision to risk her newfound freedom and her life to bring her family north, the teacher might begin by asking students to recall facts stated in the text about what Harriet's life had been like as a slave and what kinds of dangers and uncertainties were involved for escaping slaves and their helpers. An SLP who understands which points in the lesson may have been difficult for children with LIs to follow could participate by asking factual questions of some of the other students to have important information restated. With careful priming and scaffolding, the SLP can also elicit some factual responses from students with language disorders, repeating and emphasizing words and phrases that convey the desired information.
Text-implicit questions
Text-implicit questions ask students to draw upon ideas in the text to infer or fill in information that is not stated but is assumed. After reviewing some basic text information, students can engage in an implied line of thought that makes the text more cohesive for them (Blank, 2002) . Text-implicit questions require students to make educated, logical guesses based on partial information presented in a text. Burke (2010) stated that such questions involve "why, how, and so what," requiring the reader to both interpret and evaluate the text (p. 13). Thus inferences students make of meanings implicit in the text require a combination of personal knowledge and explicit textual information (Ketch, 2005) .
A number of questions could be generated about information that the biographical text about Harriet Tubman requires the reader/listener to infer. For example, the text states that Harriet secretly made plans to escape, but does not tell what those plans were; it describes the slaveholders making great efforts to capture escaped slaves, but does not explain why they considered getting the slaves back to be their legal right. The text says Harriet served as a scout and spy during the civil war, but does not state that it was her experience of freeing slaves that taught her how to sneak through the woods and elude those who were following her. Text-implicit questions could be generated for any of these implied points.
Teachers and SLPs must remember that text-implicit questions take more recall and reasoning than text-explicit conversation. Research has found that allowing students sufficient "wait time" to work out their thoughts and prepare their answers increases both the amount of participation and the quality of responses (Wells & Ball, 2008) .
Transfer or application questions
Transfer questions ask students to apply text content to other situations or to additional texts or ideas. Students must engage in critical thinking based on the text, going beyond textual content to analyze relationships (Burke, 2010) . For example, after discussing child slavery, the teacher could introduce through pictures and descriptions some child labor conditions that exist in many areas of the world today and ask the students to make some comparisons.
For each topic or subtopic, the adult should ask questions in a sequence that activates prior experiences and knowledge, reviews important text information, fills in missing information (connecting the text to background knowledge), and finally applies text content to other contexts or situations. Such a sequence allows the group to integrate student experiences, examine information in the text (implied or stated), apply additional academic knowledge, and compare events with other relevant contexts or happenings (Barton, 1991) . If these thought processes are to be used with children with language and reading deficits, the SLP will need to provide scaffolding in vivid, concrete terms and individually guide personal applications.
TECHNIQUES FOR MAKING COMMENTS
Interspersing comments with questions improves the coherence and reciprocity of the exchange and allows a teacher or SLP to incorporate the redundancy and incidental
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explanations needed by students who are struggling with content due to language problems. Some adults are reluctant to provide information in the form of direct comments, hoping that by asking questions they can elicit the necessary information from the children. But even when some of the children have the desired concept, their responses are bound to be limited: They do not flesh out the concept so that all the other children understand it well enough to move on with the topic.
Comments make the adult a contributoran active, conversational partner who shares and reacts to ideas and ties together topical threads of conversation (Blank, 2002) . Comments can connect text content to important related ideas or experiences, reiterate key points, provide or supplement background knowledge, model critical thinking, and elaborate information needed to make the conversation coherent and organized. The balance between questions and comments permits the teacher or SLP to involve students in coconstructing meaning, particularly when responses to children's questions expand on what students say.
STRATEGIES RELATED TO ORGANIZATION AND VOCABULARY
As they support coconstruction of expository text meaning through reciprocal conversation, teachers and SLPs can facilitate comprehension through instructional strategies that modify the processing demands of an expository text (Blank, 2002) . Such strategies include focusing the discussion, highlighting key vocabulary, and making the organization clear. (They are illustrated in Supplemental Digital Content at http://links. lww.com/TLD/A3).
Focus the discussion sensibly
During the planning process, the teacher and SLP should select one or two main ideas to focus the discussion (CREDE, 2002) . For example, although Harriet Tubman A Woman of Courage is not a lengthy text, it gives brief glimpses covering a life of 93 years. If an instructor attempted to cover it all in one discussion, learning would be spotty, and students would retain little if anything. In this article, brief excerpts have been given from lessons centered on what life was like for a slave child and on the fears and dangers involved in escape. Another discussion might focus on the nature and function of the Underground Railroad itself, with special emphasis on the way Harriet Tubman worked within the organization. Still another session might look at the love and loyalty she showed for her family. Whether in a full-class session, a small group meeting, or a one-on-one intervention, the student(s) should be told explicitly what the focus will be and what will be expected of them (Justice, 2006) . The teacher or SLP might say,
We are going to learn how Harriet escaped from slavery and talk about some of the dangers she faced. In spite of her fears, she just kept going. As I read this part, let's think about ways that Harriet showed courage during this very dangerous escape.
Within the discussion, the leader can emphasize main ideas in a number of ways: stating that they are important, reiterating them a number of times, emphasizing them with intonation and stress. The main ideas and their relationships can be overviewed in an introduction, referred to periodically during the discussion, and revisited in summary statements. Such explicit emphasis can be particularly valuable for students with language disabilities.
Make organization clear
As they are learning to comprehend expository text, students need to learn to identify the structure of a text to see how the main ideas are related. Expository texts can be structured in several different ways (e.g., comparecontrast, problem-solution, description, sequence), and students can learn to relate content to the particular organizational demands of the text. When students develop schemata for the organizational patterns, they form expectations for what is to come and can more effectively look for information they want to know (Nettles, 2007) .
The relationships of main ideas can be highlighted as the instructional exchange proceeds. Students with language learning disorders have particular difficulty understanding expository text structures-"making the parts cohesively fit together" (Silliman & Wilkinson, 1994, p. 31) .
Sometimes the organization will be hard to detect or the text will mix or combine structures. In the case of a mixed text, the teacher can either focus on a part of text that has a specific structure or can explain how the author of the text tries to accomplish more than one thing. For example, the brief account of Harriet Tubman's life is organized as a sequence of events; but within each action sequence, problems and solutions occur. A teacher or SLP might frequently insert "Another problem! How do you think Harriet is going to solve this one?" This process may be facilitated by thinking of text reading as having three stages: "before reading, while reading, and after reading" (Weitzman et al., 2006, emphasis in original, p. 157) and remembering the importance of using responsive strategies at all stages. Thus questioning to help students follow text organization may become a natural and automatic process.
Represent the organization schematically
Graphic organizers that represent text organization schematically can be incorporated into a discussion to illustrate the relationship of main ideas. These representations can be referred to, created, or filled in during a class discussion to make the organization clear. As students fill in an organizer, they create a frame to guide them in finding and processing information (Nettles, 2007) . Graphic organizers commonly used for expository texts include flow charts, tree diagrams, timelines, and matrix charts. Any of them can be used to represent such expository structures as compare/contrast, problem/solution, cause/effect, sequence etc. For example, if a text on Harriet Tubman focused on one period in her life with a problem-solution format, the discussion leader could create a 2-column flow chart or matrix with the word problem labeling the left column of cells, the word solution labeling the right column, and arrows linking each problem cell with its solution.
In addition to emphasizing the organization of a text, a graphic representation supports comprehension by making it easy for the group to talk through the content (Stahl & Vancil, 1986) . The teacher or SLP can identify where ideas fit into the organizational pattern and how various information relates to the main topic by placing brief notes on a graphic representation, referred to as a running map, as the main points occur in the discussion (Blank et al., 1994 (Blank et al., , 1995 . Graphic organizers help discussion leaders to integrate student contributions while maintaining the established focus of the discussion.
A discussion should mirror the organization of the text or impose a logical structure onto content that is not clearly organized. As the discussion is taking place, the leader can connect the pieces of information to the overall organization, identify relationships among major topics, differentiate main ideas from details, and emphasize or fill in important connective elements (such as causal or temporal conjunctions) that signal the higher-order aspects of organization and connect ideas (Scott, 1994) .
Highlight important vocabulary
With most classroom expository texts, children will confront necessary terms and expressions that some of them will not recognize. Examples from the text on Harriet Tubman might include plantation, abolish, and determined. Unless they understand these words, many students cannot form mental images or accurate schemata for understanding the book. Students with language disabilities experience particular difficulty because of problems with vocabulary and TOPICS IN LANGUAGE DISORDERS/OCTOBER-DECEMBER 2010 lexical-semantic organization (Sheng & McGregor, 2010) .
The teacher or SLP can assist students in strengthening vocabulary knowledge and concept development by explaining words like these through instructional discourse (Blachowicz, 1994; Scott, 1994; Silliman & Wilkinson, 1994) . Some discussion leaders do this effectively by such strategies as linking words with synonyms, giving examples, providing explanations, or creating a semantic web (Beck, McKeown, & Kucan, 2002; Blank et al., 1994 Blank et al., , 1995 Naremore, Densmore, & Harman, 1995) .
STRATEGIES FOR CONNECTING IDEAS AND CONTENT
Instructional discourse can deepen text comprehension and content knowledge by helping students make connections between texts and content (Blank, 2002; Britton, 1993; Norris & Hoffman, 1990; Scott, 1994; Silliman & Wilkinson, 1994; Westby, 1994) . These connections can be made through both the comments/questions of the teacher/SLP and the contributions of the students. Students with language learning disorders may find it difficult to integrate connections between what they are learning and what they already know; thus each new task requires processing time and resources to do what typically developing children do automatically (Silliman & Wilkinson, 1994) . In lessons in which the teacher helps all students in connecting familiar to unfamiliar, immediate to remote, concrete to abstract, and implicit to explicit, the SLP may need to provide additional scaffolds for children with learning difficulties.
Familiar to unfamiliar
During instructional discourse, teachers and SLPs can assist students in linking familiar ideas to new content (Blachowicz, 1994; Scott, 1994; Silliman & Wilkinson, 1994) . Talking over things helps children connect ideas in a text to experiences they have had and to the knowledge they possess (Naremore et al., 1995) -an important function of text instruction (Barton, 1991; Britton, 1993) . Because children with language disorders have particular difficulty in making such transitions (Silliman & Wilkinson, 1994) , SLPs need to be particularly alert to signs that students seem to be losing engagement because of failure to grasp relationships. Familiarity comes from prior knowledge, arranged experiences, contrived simulations, or encounters with other texts or additional sources of information.
Past experiences
Children understand more deeply and relate more personally to expository content when the topic is associated with things that are meaningful to them (Barton, 1991) . Thus discussion leaders need to help children relate new content to their own prior knowledge and experiences. Weitzman et al. (2006) suggested that SLPs and teachers follow where the children's comments seem to be leading by asking questions that guide them in exploring these relationships. To generate personal connections with the experiences of Harriet Tubman, an instructor might ask a sequence of questions such as the following: "Have you ever been to an animal shelter or a pet shop and seen a caged animal that was desperately trying to get out?""How did it make you feel?" "Did you want to set it free?" "Would you be willing to make sacrifices to help it be free?"
Texts read earlier
The content of a particular expository text can also be related to the same or similar content students have encountered previously in other texts or genres. Redundancy can be built into the exchange by reminding students of the previous information and pointing out the relationships to the ideas being discussed (Blank, 2002; Blank et al., 1994 Blank et al., , 1995 . Such connecting enhances comprehension and content knowledge and can scaffold students in processing a text (Blachowitz, 1994; Silliman & Wilkinson, 1994) .
Relating information in additional text types (e.g., historical fiction, narrative, newscast, documentary, interview) has important benefits for analyzing and synthesizing materials. A teacher or SLP working with the biography of Harriet Tubman might relate this historical narrative with an expository text on the Underground Railroad, demonstrating how Harriet's experiences were similar to and different from those of others involved. Moses (Weatherford, 2006 ) is a story based on Tubman's actions and personality, written in a poetic style with striking illustrations. Like Harriet Tubman A Woman of Courage, this book focuses on Harriet's passion for helping other slaves escape to freedom. The teacher or SLP could lead the children in discerning how similar characteristics of Harriet and her time period are portrayed in different ways by different authors in different genres and by the visual artist, who is working with the same material in a different medium.
Concrete to abstract
Connecting abstract content to concrete, contextualized supports can make expository information accessible (Cummins, 1984; Nelson, 1991; Norris & Hoffman, 1990) . Contextual supports such as props, pictures, gestures, intonation, and facial expressions can be related to abstract ideas (Blank et al., 1994 (Blank et al., , 1995 . Imperceptible ideas are pervasive in topics related to Harriet Tubman and the Underground Railroad. The concept of slavery itself has many elements that are abstract: the human experience of living in slavery, the implications and ethics surrounding it, the arguments for and against one person owning another, the tensions between the south and north in regard to the practice. Pictures (both those in the biography and those in the poetic Moses) are powerful as concrete representations of these abstract concepts.
A simple, straightforward analogy can be useful. The teacher or SLP could take out a pen or some other object and declare that she is the owner. ("I can do whatever I want with it. I can toss it aside. I can throw it away. I can even step on it.")This illustration can lead to questions about owning animate beings.
("What about owning a pet? If I bought a pet, would that give me the right to hurt it?") The leader could then guide the students in applying these ideas and feelings to the institution of slavery, using the concrete to bridge to the abstract (Blank et al., 1994 (Blank et al., , 1995 .
During such contextualized encounters, more meaning is situated in the experience and less in language alone-especially helpful for children who have trouble processing and using language. The Center for Research on Education, Diversity, and Excellence asserts that students who are at risk for educational failure should not be denied cognitively challenging curriculum: "instruction that requires thinking and analysis" (n.p.). To enable children with language weaknesses to meet cognitive challenges, meaning conveyed through language should be presented redundantly, reinforced by contextual and paralinguistic cues. Such redundancy and cues can be provided by SLPs in small group discussions or as part of student activities in centers.
Remote to immediate
To bridge from "there and then" to "here and now," the discussion leader can illustrate remote events with timelines, maps, globes, and pictures and can talk about how immediate events relate to remote ones (Blank et al., 1994 (Blank et al., , 1995 Nelson, 1993; Norris & Hoffman, 1993) . A timeline could be used to give a sense of how long ago Harriet Tubman lived, struggled, and aided others. Pictures may give children a sense of what it was like to live prior to the civil war period. Contrasts in transportation and communication would also need some context beyond the story. Children whose families live on cell phones, iPods, and the Internet need some support in understanding a culture in which directions concerning life or death matters had to be embedded into field songs or stitched into the design of a quilt.
Implicit to explicit
Teachers and SLPs must help children deal with content that is essential for comprehending expository texts but is not directly stated: invisible or implicit content (Blank, 2002; Blank et al., 1995) . The capacity to infer or relate what is assumed to what is stated is beyond many early elementary students' abilities, particularly students with language deficits or differences (Blank; Blank et al) . In such instances, an SLP must fill in missing or implicit information while talking through and expanding on the ideas. To discern implied content, discussion leaders need to pay conscious attention to information they find themselves naturally filling in as they attempt to express the text in their own words. They must then express this information in children's language and relate it to children's experiences. Necessary expansions and elaborations can be created through the students' responses as well as the leader's comments.
When teachers and SLPs use purposeful strategies to connect the elements in a text to each other or to important background knowledge, students' expository text comprehension will be greatly enhanced. Comprehension strategies such as those discussed in this section are not difficult to embed into effective conversational exchanges to support text comprehension and content understanding.
CONCLUSION
Instructional discourse should be seen as a critical part of instruction or intervention. It is through instructional discourse that students coconstruct meaning with adults and are able to learn abstract and remote concepts they encounter in expository texts. It is also through instructional discourse that the organization of a text can be clear and that sequences and patterns of ideas can be related to that structure. Ideas are formed and probed through wise questioning that generates exploratory talk. Thus teachers and SLPs need to work collaboratively to plan and perfect discourse directions that will be accessible to and beneficial for all students.
